At this time, when the need for good teachers and good teaching is unprecedented, America is experiencing a shortage of qualified individuals prepared to take on the challenges of the profession, particularly in critical shortage areas, such as math and science or special education. Moreover, there is continuing concern that professionals are leaving the teaching field much earlier in their careers than are professionals from other fields. The National Center for Education Statistics (1997c) reports that across the nation 9.3% of public school teachers leave before they complete their first year in the classroom and over 1/5 of public school teachers leave their positions within their first three years of teaching. Additionally, nearly 30% of teachers leave the profession within five years of entry and even higher attrition rates exist in more disadvantaged schools (Delgado, 1999; Darling-Hammond, 1999) .
Introduction and Review of the Literature
At this time, when the need for good teachers and good teaching is unprecedented, America is experiencing a shortage of qualified individuals prepared to take on the challenges of the profession, particularly in critical shortage areas, such as math and science or special education. Moreover, there is continuing concern that professionals are leaving the teaching field much earlier in their careers than are professionals from other fields. The National Center for Education Statistics (1997c) reports that across the nation 9.3% of public school teachers leave before they complete their first year in the classroom and over 1/5 of public school teachers leave their positions within their first three years of teaching. Additionally, nearly 30% of teachers leave the profession within five years of entry and even higher attrition rates exist in more disadvantaged schools (Delgado, 1999; Darling-Hammond, 1999) . Ingersoll (1998) concludes that it is a mistake to assume that hiring difficulties are the result of teacher shortages in the conventional sense of the availability of candidates willing to enter the profession. The demand for new teachers comes about primarily because teachers choose to move from or leave their jobs at far higher rates than do professionals in many other occupations (NCES, 1998) . "We're misdiagnosing the problem as 'recruitment' when it's really 'retention'" (Merrow, 1999, p. 64) . In the fifth Phi Delta Kappa poll of teachers' attitudes toward the public schools, findings revealed that more teachers today say their schools have Ferraro, 1992) . Relationships with parents and families (Shann, 1998; Billingsley, 1993) and with students (Shann, 1998; Kim & Loadman, 1994) were also identified as components of teacher satisfaction. Finally, teachers indicated that professional challenge and autonomy (Shann, 1998; Kim & Loadman, 1994) , as well as opportunities for advancement (Kim & Loadman, 1994) , were related to their job satisfaction.
In the literature, job satisfaction is often equated with work conditions, which appear to play a key role in keeping teachers in the field. After interviewing and surveying 59 experienced teachers, Yee (1990) found that teachers highly involved in their work attributed their decision to stay in teaching more to supportive work conditions than to pay; other highly involved teachers reported unsupportive workplace conditions as the main reason they left the field. Supportive work conditions included appropriate workload, opportunities for collegial interaction, professional development, participation in decision-making, and support for student discipline. Findings on teachers in general show that administrative support and teacher autonomy play a large part in shaping teachers' attitudes toward teaching; and that teachers who control the terms of their work are more likely to feel more committed to the field (Andermann, Belzer & Smith, 1991 , Blasé & Kirby, 1992 Conley, 1991; Firestone & Rosenblum, 1988; Fullan, 1992; Little, 1982; Rosenholtz, 1989a ,b, Rosenholtz & Simpson, 1990 Turk, Meeks & Turk, 1982; Yee, 1990) .
Both novice and experienced teachers describe student discipline as a major concern. Langdon's (1996) survey determined that discipline was the primary reason teachers left the profession. Findings of the National Center for Education Statistics (1997c) also support that teachers are more likely to leave the profession if they believe that student motivation and discipline are problems in their schools.
Time, according to Darling-Hammond (1996) , may also be a concern of teachers at all levels. Most secondary teachers in the U.S. have around five hours each week to prepare for six hours of classes each day. Elementary teachers trouble retaining teachers (Langdon, 1999) . Most of the studies on teacher attrition and retention focus largely on teachers' personal characteristics. Ingersoll (2001) , however, found that school characteristics and organizational conditions, including lack of administrative support, salary, student discipline and motivation, class size, inadequate planning time, and lack of opportunity for advancement, have significant effects on teacher turnover, even after controlling for the characteristics of both teachers and schools.
School districts do exercise influence over several internal factors in the teacher attrition and retention puzzle. For both beginning and veteran teachers, issues in the work environment may provide the impetus for teachers leaving the profession. The large numbers of students assigned to classrooms, limited instructional resources, and the inability to meet students' needs (Billingsley & Cross, 1992) have been associated with teacher attrition. Futrell (1999) describes the frustration that many teachers feel because of the "rigid, bureaucratic hierarchy in which teachers are treated like tall children rather than like professionals" (p. 31). A lack of authority in making decisions about curriculum, assessment, scheduling, and policy leads both experienced and novice teachers to doubt their professional status. Snider (1999) asserts that many new teachers are demoralized by the lack of autonomy and professional status they find in the schools and "as many as one-half of all new teachers respond by leaving the profession" (p. 64).
Work environment clearly leads to levels of teacher job satisfaction. Researchers have linked a number of aspects of job satisfaction to teacher retention, and there is general agreement that all of these aspects are a part of the teacher retention puzzle. Among these are administrative leadership and support (Betancourt-Smith, Inman, & Marlow, 1994; Chittom & Sistrunk, 1990; Billingsley, 1993) , salary (Kim & Loadman, 1994; Kirby & Grissmer, 1993) , and interaction and emotional support from mentors and colleagues (Kim & Loadman, 1994; Billingsley, 1993; Odell & typically have even less preparation timethree or fewer hours per week. Teachers, therefore, do not have time to meet with other teachers, develop curriculum or assessments, or observe one another's classes--all important activities for professional growth and development. They take papers home at night to grade and conference with students and families outside of contract hours.
Additional research on improving retention of teachers of special needs students is needed because teachers in this field are particularly atrisk. Cooley (1996) conducted a survey of 158 special education teachers to determine their plans for remaining in or leaving their current teaching positions. Only 57% indicated it likely they would still be teaching in five years. Data were analyzed to determine variables that differed significantly between teachers likely to stay in their positions and those likely to leave. The results of these analyses, along with teachers' written comments, suggest that administrative support played an important role in teachers' five-year plans.
Professional development and mentorship may also play a role in retaining teachers in the early years. Many first year teachers experience overwhelming isolation as they leave the support of student teaching cohorts, cooperating teachers, and university supervisors to work with children behind the closed door of a classroom. Leaving the support to which they were accustomed in their training may shatter the goals, diminish the spirits, and destroy the self-confidence of first year teachers. New teachers need assistance with both long-and short-range planning, transitioning children from one activity to another, including children with special needs or language differences, and working with parents. This assistance can best be provided by more experienced teachers who are working or have recently worked toward similar goals in similar settings.
Research Questions
The primary purpose of this research was to obtain qualitative data on the complex phenomenon of teacher attrition and retention from an organizational perspective. The research questions included the following: 
Participants

Focus Groups.
Teachers were randomly selected from three groups (teaching assignments) to offer a broad perspective across grade levels and critical shortage subject areas. They were grouped as follows:
1. Elementary teachers (K-5) 2. Middle and secondary math or science teachers 3. Special education teachers (all levels) Eighty letters and consent forms were mailed inviting participation in focus groups by grade level/subject area, and 42 forms were returned. These teachers participated in one of nine focus group interviews offered at Virginia Commonwealth University (see Table 1 below). The number of members in the focus groups averaged between four to six members. Focus groups were audiotape-recorded, and were approximately 60 to 90 minutes in length.
by line, to systematically develop concepts in terms of their properties and dimensions. The researchers attempted to code text using the participants' language, as opposed to the language in the teacher retention and attrition literature. Once codes began to accumulate, the researchers began the process of grouping them or categorizing them under more abstract explanatory terms or themes.
Results
Focus Group Interviews (Research Questions 1-2)
Findings from the teacher focus groups revealed that teacher attrition and retention variables are highly interrelated. Reasons for leaving and reasons for staying often acted as inverse variables (for example, a teacher may leave because of poor administration or stay because of quality administration). Findings vary somewhat by teaching assignment, with special education teachers showing trends of moving to regular education, reporting more problems with unsupportive staff and parents, and reporting more concerns with paperwork. Secondary math and science teachers showed more reports of leaving for other employment opportunities. Elementary teachers reported of a lack of planning time more often than did secondary or special education teachers. Teacher attrition and retention is complex, with reasons for leaving or staying often related to individual factors, yet common themes and patterns are evident. The strong presence of collegial relations was also a factor in teachers' reasons for staying. More specifically, time given for teachers and staff to collaborate on lessons and units, share instructional materials and strategies, and to discuss student work was given as a reason that teachers continued working in their school divisions. Consistent with the above table, some teachers did feel that they remained in their divisions because of their colleagues, many feeling that their school was like a "family." This extended to collaborating and cooperating with each other on matters of planning and instruction. As one teacher remarked, "I think just having the time to sit down with teachers and plan together. I know there are three of us that teach language arts and social studies in 5th grade. Two of us sit down all the time and plan together."
Research
Teachers gave testimony that they chose to remain in their school divisions because of support received from central office---support in offering resources and supplies and in providing professional development opportunities. One secondary math teacher remarked, ". . .And any support or teaching materials, or training---whatever is needed to meet those needs, we have been very lucky in knowing that those needs would be met. An elementary teacher reported, " I think, too, talking from central office on down, I think whenever something new is required of anybody, they come up with a means to help you get that. You know, there is a technology piece where we had to have a certain amount of technology background, so they've allowed us ways to get that."
While district level support was a common theme, more teachers mentioned that they stayed because of the administrative support in their individual school buildings. Their comments evidenced that they defined school-level administration support as policies or practices present that supported teacher work and created an environment that treated teachers as professionals. Many focus group participants believed that such support was a rare find. Special education teachers, in particular, were grateful if their principals possessed an understanding of special needs children and/or special education law. For example, one teacher of special needs students remarked, "My administration is supportive. I know that if something comes up and I have followed the correct procedures that they are going to back me up. Talking to colleagues in the area I'm not sure a lot of administrations give their faculty that much support." Another special educator teacher stated, "We are also very pleased to have our immediate administrator and principal very well-versed in special ed. law and who take great interest in each of the children. And, it seems like that's not the case everywhere."
Salary and Benefits
Teachers reported that their colleagues left primarily because the complete package of pay, benefits, and other incentives was inadequate. Teachers referred to salary a total of 69 times (36-Special Education; 18-Secondary; 15 Elementary). One third (23) of the comments were general statements that teachers are not paid enough. Two thirds of the comments were specific and related to the following:
• Needed differentiation for teachers who went above and beyond job expectations
• Dissatisfaction with use of increased salary and benefits for new teachers
• Comparisons made to peers in corporate or business world
• Other job benefits (reimbursement for coursework, lack of compensation for overtime, concern neighboring districts paid more)
Because this topic was most emphasized across all focus groups, a sample of comments follows:
Partially, the money. Not that I'm that money-oriented. It is just insulting to me what we make. It is truly insulting. When I got out of college it was nice. You made a lot. I made more than my husband then. Within a year he had passed me by $10,000. It was embarrassing."
I think if you look at your peers that are the same age as you in the business world, they are making more and don't even have a master's degree. They are making 3 times as much as me. If they do a good job, they are going to get bonuses. There are no bonuses if your SOL scores are good or if all your kids pass.
If you're raising a family, conceivably there could be a big difference between $35,000 and $37,000. If $2,000 is critical in your budget, then you start moving to a division that can pay you that extra $2,000. And it's gonna be more attractive than the one that can't.
The other thing, of course, is that teaching salaries are not growing with the rate of the economy. So to live off a teaching salary is a struggle. Both [my husband and
Research Question #2: What are the perceptions of teachers regarding reasons their colleagues have left the school division or the profession?
Teachers may attribute one reason to why colleagues leave their school division or the profession, but, often, there are multiple influences on teachers' decisions to leave. By report of teachers, there seems to be a hierarchy of reasons that teachers leave school divisions or the profession. For this sample, salary was mentioned first as a reason teachers are leaving the profession, which was closely related to other employment opportunities. Salary aside, the number one reason teachers leave their school divisions or the teaching profession is a lack of administrative support, both at the district and the school level. Below in Figure 1 is a hierarchy of 10 themes mentioned by teachers in the interviews. Because the theme 'administration' was the most emphasized internal school factor, that theme was re-analyzed and re-coded to offer sub-themes by district-level and buildinglevel administration. If the requirements of the job are so much more than that contract time, then there needs to be some sort of appropriate compensation, or there needs to be, at the very least, an acknowledgment of it.
In keeping teachers in the classroom I would say it is going to be probably the money. Because in the true scheme of things you've got to provide for your family and feel good about things. I know working two jobs it is hard to do that and still feel good and have time with your family and so forth. The main reason I went into teaching so that I would have my afternoon's home with my kids. I thought this is a good job to have if you're going to work and have kids.
Interestingly, due to the fact that opportunities to increase salaries exist in the private sector, teachers perceived that their colleagues would consider work outside the field of education or in another school division. Most of these reports came from secondary teachers who saw their colleagues in math and science pursue other options with their subject matter knowledge. One middle school math teacher commented, " I feel with the shortage of teachers now-they jump faster-'I can go over here.' I mean, they are checking base pays everywhere. 'I don't have the hassle here, the grass is greener over there.'" Another added, "I know, with my math degree, I can go make twice at Phillip Morris what I make this year. "There's better opportunity in the private sector and I don't know any other reason that these people are leaving. For the most part, they are younger people who have not been in [the education field] for very long, in my observation." Administration Just as it is possible for teachers to stay because of a good administration, it is likely that teachers will leave if they perceive that administration is poor. Both at the central office level and the school level, administration was the second most frequently perceived reason that teachers were leaving. While many teachers praised a supportive administration, others perceived weaknesses in administrators' ability to support teachers' work and to provide an environment where teachers were treated as professionals. As mentioned earlier, because administration was such a prevalent theme in the study, further analysis was necessary. Therefore, quotes coded 'administration' were again subcoded by district level and school level. There were slightly more complaints about building level administration than about district level administration. Findings did not vary according to teaching assignment, except for teachers of children with special needs, who reported more lack of support from principals than did secondary or elementary teachers.
District Level Administration
Five subthemes were found in the larger theme, district-level administration, including listening to teachers' needs, resources and supplies, professional development, spending time in classrooms/visibility, and paperwork. At the district level, these themes worked in tandem and seemed to carry equal weight with regard to reasons teachers leave the profession.
Teachers wanted more decision-making power in their schools, but thought that everything was "talked down" from the central office. One high school science teacher reported that there was "just a basic lack of support," stating that "a couple [teachers who left] said they didn't have any decision-making and they thought that everything was sort of talked out from central office." Teachers stated that colleagues left because of lack of support from district level administration, also complaining that central office staff was not "visible." This related to spending time in the classrooms. One elementary teacher reported, "Be in the trenches. Come and talk to us. See us. Be visible. Talk to usfind out what we need, what they could do to help us in our positions."
Teachers also asserted that the "endless meetings" and paperwork were driving colleagues out of the classroom. They mentioned a topdown hierarchy, where school level staff was only applying pressure on teachers to complete paperwork because of central office level staff evident in the data among all teachers. These "last-minute things" included meetings or paperwork (sometimes related to state testing The paperwork has just become so tremendous. It is almost impossible. You're constantly grading. You have an SOL analysis. You've gotta put everything down about 5 times. This sheet says, 'How many got question 1 wrong?' Then another piece of paper says, 'What did you do to improve that?' We've got IEPs and now on top of that we have SOL.
Professional development was also a reported issue in teachers leaving, for both novice and veteran teachers. Teachers, particularly teachers of children with special needs, complained that district professional development activities were not helpful to them. When professional development activities did not match teachers individual needs, they felt that their time was not valued. Other teachers felt that although some district policies were good on paper (such as mentoring), more accountability and time needed to be invested in them. One elementary teacher reported, "I have to go to something that the PE teachers are going to, or something that the Science teachers are going to that has nothing to do with me. It certainly isn't going to help a new teacher. I was not valued. I was being given busy work."
Instructional materials and functional, current technology were described by focus group teachers as inadequate, and as a reason for teachers leaving a school division or contributing to teachers' decisions to leave a profession. Some teachers were frustrated by the lack of resources and supplies provided by central office. This was related to listening to teachers' needs and views. "I had asked the administration to get me new chairs. The chairs had been in this building for 31 years. There were very old. I got them because my room was the only one with carpet and the sleigh chairs could move on carpet. The kids kept tripping over them. There were too many kids in the room for those chairs! One day this one kid falls and says he hates these chairs and I told him to go home and mention this to his mom. Sure enough, his mom called, and within a month I had all new chairs. I had been asking to get new chairs for two years, but as soon as a parent cominitiatives) that they were given by administrators. Teachers shared that this practice often made them feel less professional, and that their time, or their students' learning, was not valued. Elementary teachers expressed more frustration in this area because of a schedule that already lacked adequate planning time.. "Don't give us something last minute to do!" was a comment by one teacher summarizing a pattern I think it's even higher up--the central office or whatever you call it. They're giving [principals] stuff, 'oh, by the way, you need to do this by tomorrow.' And then our administration is like, 'well, sorry it's last minute, but this needs to be done by tomorrow.' And so, I've got this planned, you want my lesson plans in a week in advance, and you want me to do all this, but now you need me to stop what I have planned so I can do this for central office.
It's like your time is not valuable, it doesn't count as much as what they want. It's like, this morning, I did two-in-services with two grade levels. And I felt really bad because they hadn't been notified in advance that I was coming and taking their planning period. So, I could look at some of the faces in that room and tell that they weren't listening to me because they were frustrated, because I know there were things that they had planned on getting done.
Oh, but these are the new SOL this year", and they [central office] move on. Was that hour I spent on SOL paperwork the best use of that hour or should I have been mixing yellow and red to make orange because I'm out of orange paint? Or planning something, or having a conference with a parent. Or working on something that would directly benefit the kids-not just another piece of paper.
Many of the teachers of special education who participated in the focus groups said they were moving to regular education because of the paperwork. These teachers were frustrated with the additional testing-related paperwork "on top of" the IEPs.
plains about it, then something is done. Why did it take that kid getting hurt for me to get new chairs? If they had just listened to me I would have been fine."
Building Level Administration
Sub-themes were found when analyzing teacher responses about building level administration. Some of the same themes mentioned for district level comments were also mentioned at the building level. These included resources and supplies, professional development, and spending time in classrooms/visibility. Besides these 3 subthemes, an additional 3 themes were identified (understanding children with special needs, listening to teachers' needs and positions, and teacher placement practices) that distinguished teachers' perceptions of building level administration impact on colleagues' decisions to leave. Again, with the exception of teacher placement practices, these themes were generally emphasized to the same degree among the focus groups.
Teachers of children with special needs perceived that colleagues left the profession because they did not get support from their immediate administration. These teachers felt particularly isolated because they may also have lacked the collegial support of regular education teachers. One teacher remarked, "I know as a special educator, I haven't always had the level of administrative support that I currently receive. A lot of special education teachers get out altogether because of that." Yet another teacher reported, "Special ed., I think, gets, "Who cares about those kids anyway? As long as we got the door closed and nobody's screaming and nobody's coming through the window. Then, who cares, really?" I mean, that's the attitude. And I am at a supportive site. I really, really am this year. But, I think, in general, in my experience in 10 years, that's the feeling I get from the other teachers and from the administration."
At the building level, some teachers did not have a sense of security about their teaching assignments when returning to school in the fall. Further exacerbating the already complex demands of being a novice teacher, two teachers in the focus groups gave accounts of receiving classes that were "a little bit less than desirable." One focus group participant explained that "[Teachers leave] so that they do not have to live under the threat of being moved into a position that they don't want or don't feel comfortable with, or competent in."
Teachers also felt that colleagues left because they felt their principals were not visible, and did not care what occurred in the classrooms. One focus group participant shared an anecdote of a teacher who received "Teacher of the Year," but had never been observed. Another remarked on "the basic lack of support" and how "a couple of teachers said they hadn't been observed at all." Some teachers also felt that principals did not listen to teachers' needs and positions. This extended to not only resources and supplies, but also to decision-making regarding school policies and instruction. Most often this was attributed to the leadership style of the principal or to the "top-down" nature of schools; other times, it was that parents' needs and concerns were placed above the teachers when it came to decisions about the school. Teachers wanted more autonomy with regard to decisions made about school policy and student learning.
Well, I think some of it had to do with the principal who we had here before. She was hard for some people to work for. Very dictatorial.
. . . Organizations, you got hierarchies. . .Teachers are at the bottom of the hierarchies. And I think that psychologically puts them in something of a demeaning position.
This school is, I think, one of the worst schools because the parents run the school.
Teachers also expressed concern about issues related to in-service staff development. Lack of support in teacher evaluation, conference opportunities, and continuing education were mentioned as reasons teachers left school divisions. Teachers of special education students mentioned that staff development was not targeted to their needs. Other teachers felt that there were not enough opportunities to advance professionally in teaching, and that there was no incentive to obtain an advanced degree student products, and complete paperwork offered stories from teachers as to why colleagues, particularly at the elementary level, leave. Elementary teachers compared their planning time to peers at the middle and secondary levels who often have 90 minutes of planning time, a relatively calm duty period, and an unencumbered lunch. Teachers at the elementary level, by contrast, gave accounts of having some days without any planning time at all. Teachers wanted more time for collegial interaction, for reflecting on teaching, and for completing necessary paperwork and planning to perform the job well.
And I think elementary is a lot different from middle and high school. I don't think people realize the difference in those grades. In high school you have at least one planning period a day and you don't have to walk the kids to lunch and you don't have to pick them up. You don't have to walk the kids to resource and pick them up. My 30-minute lunch time, 10 minutes on both ends are gone… I don't want to be treated any different cause every teacher could list all of the things that they have to do but perhaps the school systems ion general could be aware that teachers after they have taught a full day really don't need to stay after school every day for meetings until five or six o'clock and then be expected to go home and do more paperwork on that too and that's the reason so many teachers are burning out.
And there's nobody I know in teaching, not a soul, that works their school hours. If you can, then you are not doing what you are supposed to be doing. I would like to meet you and figure out how you're doing it because it's taking me seven years to figure out how to do that. No. It involves weekends, and it involves before school, after school time, weekends. And here's another factor-it does take away from your family-you have to have a really strong, supportive family in order to do this year in and year out. Because there's no way that it doesn't suck some time away from your family. because the pay differential was not sufficient. One teacher commented that "in-service training [was] focused toward regular-ed" and that participation was nonetheless mandatory for all.
Some teachers also felt that building level administration did not provide the resources and supplies needed by teachers. Teachers wanted principals to listen to their needs. One elementary teacher reported the following: "Listen to them. Listen to their individual needs. It's so frustrating when I don't have enough tests for my kids. This is how many books I have. I need more books. There are other schools that you could call and say, 'Do you have any extra text books? Send them here.' If they would just listen to your needs and get those things in there to help us teach it would be all right." Teachers shared anecdotes of spending their own money on resources and supplies, of frustrations with students working with outdated technology, and of the absence of necessities for children, such as tissue or soap:
I think a lot of people don't realize how much teachers spend of their own money. I spend a fortune. I mean, it's just impossible. If you don't, your kids will lack in a lot of things. They're not getting experiences that they would've in class.
We are supposed to teach the SOL that the kids are taking and we have computers that it takes 15 minutes for the word processing to come up. And the new teachers are sitting with brand new super Macs.
You shouldn't have to write a note to parents for donated tissue boxes. That should be something that is provided…you don't go into a [corporate] office and take out soap from your pocket…this is silly, this school should, if they have a bathroom have a sink there, which there is and there ought to be soap available for the kids to use without having to provide it themselves…they provide it in prisons, don't they?
Planning Time/Workload
After salary and administrative support, lack of time given for teachers to plan lessons and units, gather materials, phone parents, grade
Class Size
The number of students assigned to classrooms or to caseloads was the next most frequently emphasized perceived reason that teachers leave school divisions or the teaching profession. Classroom teachers gave examples of class rosters with 24 at-risk students, with most classes having 28-32 students. Teachers expressed that such large class sizes made it difficult to coordinate learning activities in an efficient and productive way. Teachers of special education students were also overwhelmed by large caseloads.
[I have] anywhere from 28 to 32 in most of my classes. I have one class of 24, and that's my below-average class. Ideally that class shouldn't be more than about 16, when you're dealing with…kids with a 72,73 IQ. It's just hard to really get to them in a group of 24.
The number of teachers available for us to serve children is very low. We have high caseloads. And it would be nicer--I mean, I have four grade levels right now. This year my caseload only has 12 students on it currently. But by the end of the year, I will probably have almost 20. Last year I had at the end of the year, 23 students.
You know I really agree with money but I really want to throw in class size, because I know that's a big issue for us. The talking and at least publicly saying that we having smaller class size but in the schools we aren't seeing that, its not being held to the promise and as teachers we know what a difference that could make.
SOL Impact
Teachers believed that the Virginia Standards of Learning (SOL) testing initiatives could be driving teachers out of the classroom. Unfair application of accountability, loss of freedom and creativity, and extra responsibilities were mentioned as possible contributors to teacher attrition.
The school system, they want you to have the kids well-prepared. Which is understandable, but they push a lot on you. Do this. Do that. This might work. Attend this workshop. Go here, go there. Stick to the curriculum. They also have to realize that you get children on that grade level that are maybe two or three grade levels low in reading. I'm like, 'Well they don't know what they should to be prepared for me to teach them the fifth grade SOL's.' Someone from the Superintendent's office may come in to your classroom and ask you, well, 'Why weren't you using this?' These are children, and not machines or robots where you program them.
Not so much from the state part of it, but from within your building. They come back and they're looking at your numbers---What is the percentage of children that have passed in your class? And it's a reflection of their teaching. When a lot of times, we teach in __________, which is considered an inner city school. We have to look at the population of the kids that we're trying to teach. . . it is a lot of pressure to put on teachers.
Other themes, although not as prevalent were lack of parental support, student discipline and attitudes, and family priorities. Teachers reported that they felt they were being blamed for particular students who were not performing well in school, even when the parental support was lacking. Teachers expressed that they have witnessed first-hand colleagues who have been driven out of the classroom because they were unable to maintain student discipline. Other teachers reported that students are "different today", and a level of respect afforded to teachers---even in the primary grades---was lacking. Priorities related to child rearing or home making also influenced teachers' decisions to leave. Teachers reported that colleagues with five to seven years of experience were leaving because they had young children, an option when spouses had salaries adequate to support a family. Other teachers simply shared that women were leaving the teaching profession because they felt they were spending more time working as teachers than being with their families. One teacher commented, "One girl left teaching to stay home with her family. She was working a lot. She was spending more time working as a teacher than being with her family." Another added that, "There are so many new teachers, that 5 to 7 year mark. They are having babies and staying home and maybe their husband is a finding strongly supported by teacher focus group reports. Two reports pertained to a lack of district level support, and five related to problems with building principals. Two interviewees said that principal support and student discipline worked in tandem as a factor in their decisions to leave. For example, one interviewee responded that the building and district level administration was poor, allowing parents to run the schools and giving teachers no autonomy or control. This individual was specifically moving to another county where she perceived that teachers did have control and autonomy.
Two left because of the "stressful" or "hectic" nature of their schedules and the hours of work involved, a finding reminiscent of the teacher focus groups reporting a lack of planning time. One former teacher commented that she "worked 60 hours a week and weekends", and that she used to have art, music, and physical education everyday, but now she had it only three days each week. Other teachers also remarked that teaching "wore them out" and that "schedules were too much without a break all day". One former teacher who went to work in the private sector noted that "it was too much to do to for the pay". A current real estate agent summarized these thoughts with the following statement:
[T]oo stressful, just too hectic, too busy, from the time you get there until the time you leave, you don't get a break. You do better in a factory. I took a lunch break of 25 minutes and felt like I shouldn't have. The routine was too rigorous. All the things you had to do in the course of a day---you find things in your mailbox in the morning in addition to all your teaching. I enjoyed the teaching part and the kids, I just thought the schedule here was too hectic.
Two left because they wanted to spend more time with their children and families, and there were no opportunities for job sharing. One teacher left to go to another school division that had job sharing, stating that "job sharing cut the number of her students in half", and that prior to this, "[she] didn't feel she was doing a good making better money and they are able to stay at home. Maybe they wanted to stay home all the time, but just couldn't, and whoever they are married to is saying, 'You can do it now.'"
Exiting Teacher Telephone Interviews
Research Question #3: What reasons do teachers give for leaving their divisions or the profession during their first five years?
Exiting Teachers' Current Job Positions
Of the 23 telephone interviews, three interviews were terminated because one was related to retirement (not early retirement), and two were due solely to issues of relocation. Of the remaining individuals who participated in the telephone interviews, nine individuals left for external career opportunities, leaving the teaching profession altogether (leavers). Their current positions were in the private industry, and included careers in areas such as pharmaceutical sales or private sales, real estate, and accounting. One individual worked as a lab technician for Lens Crafters. Four of these individuals who left the teaching profession altogether remained in education, but worked for education agencies other than the public schools. Four persons were movers who remained in teaching, but migrated to a different school division. Another five individuals (females) were "staying at home" with their children. Four of these women had no intentions of returning, and one planned to return. Lastly, two teachers had opted for early retirement.
Exiting Teachers' "Number One" Reasons for Leaving
When telephone interviewees were asked "What was the number one reason you chose to leave your former school division or the teaching profession?", about one fourth of the individuals could not pinpoint one driving reason. That is, some respondents offered two or more reasons. Top reasons included the following, with the most reported reason listed first: lack of administrative support, hectic/stressful schedules, insufficient salary and no opportunities for job sharing/childrearing.
A total of 7 interviewees reported that issues related to administration caused them to leave, The High School Journal -Oct/Nov 2002 job with her students or at home." "For women who are pregnant, there are not a lot of options for part-time teaching in the public schools", a former teacher of special education commented. One interviewee mentioned that she wanted to stay at home to be with her children, but that otherwise she "was happy" in her former division.
Two individuals (both male) left because of insufficient salary. One teacher left because his caseload for special education was too large and because he could make more money teaching in his new school division. A former 8th-grade science teacher went into pharmaceutical sales because his wife had a baby and remained at home, and his priorities shifted to concerns about pay.
Other Influences on Teachers' Decisions to Leave
When respondents were asked the direct question, "For what other reasons did you leave your former school division or the teaching profession," responses varied. Besides their "number one" reason for leaving, interviewees also mentioned low salary, pressures related to the Virginia Standards of Learning (SOL), student discipline, professional development that did not relate to individual needs, and lack of flexibility provided in teachers' schedules. The willingness of teachers to share other reasons for leaving supports the theory of multiple influences on their decisions to leave. Student discipline was highlighted more in the telephone interviews than in the teacher focus groups, supporting focus group reports that teachers who leave often have trouble maintaining student discipline.
Summary of Results
What is consistent across all participants in the study is the finding that insufficient salary, lack of administrative support, and lack of planning time (hectic/stressful schedules) are the top reasons that teachers leave the profession. These factors not only lead to teachers' sense of professionalism and improved levels of job satisfaction, but ultimately increase the likelihood of teachers' remaining in their school divisions. Lack of opportunity for job sharing and policies related to high-stakes testing were also found to impact attrition.
This study supports previous research that the overarching theme of administrative support plays a substantial part in shaping teachers' attitudes toward teaching, and that teachers who control the terms of their work are more likely to feel more committed to the field (Andermann, Belzer & Smith, 1991 , Blasé & Kirby, 1992 Conley, 1991; Firestone & Rosenblum, 1988; Fullan, 1992; Little, 1982; Rosenholtz, 1989a ,b, Rosenholtz & Simpson, 1990 Turk, Meeks & Turk, 1982; Yee, 1990) . This research mentions appropriate workload, opportunities for collegial interaction, professional development, participation in decisionmaking, and support for student discipline as reasons teachers stayed. Clearly, teachers in focus groups who were committed to staying reported a strong, supportive administration, collegial interactions, autonomy, and opportunities for decision-making.
With the standards movement and societal changes, both the profession of teaching and the roles for teachers are changing. Teaching is no longer a profession with contract hours from 8:00a/m.-3:00p/m, where women, for example, can spend time in the afternoons with their families. As a result of this trend, teachers are requesting flex time or part-time work in order to pursue careers and simultaneously raise a family. At the same time, teachers are calling for improved working conditions. In the past women had little choice but to accept poor workplace conditions, but today women have greater choices in alternative careers and, therefore, have increased expectations for the workplace. Consequently, workplace conditions may play a more critical role in determining teacher attrition in those early years.
This study supports the most recent work by Ingersoll (2001) who found that school characteristics and organizational influences have significant effects on teacher turnover that have been overlooked by previous research. Consistent with this study, Ingersoll's study found that salary, lack of administrative support, inadequate planning time, class size, student discipline and motivation, and lack of opportunity for advancement were influences in teachers' decisions to leave. Our study attempted to dissect the many smaller compo-most influenced by the comparison of teaching with non-teaching salaries.
Aside from salary and benefits (which is also an issue of state policy), administrative support plays the largest role in keeping good teachers. The model outlines the many aspects of administrative support and its vital role in keeping good teachers. Clearly, if school divisions wish to improve teacher retention, targeted efforts to increase building level and district level administrative support should be priority. After administrative support, polices to improve teacher planning time and to reduce class size should follow. The issue may not be so much about salary as it is about the demands of the profession and the inadequate compensation for such work. Teachers' comments such as "it's not worth the pay" support this assertion. Also of concern is how school divisions are dealing with pressures from state testing mandates. Teachers in this study clearly expressed support for standards, but not for the high-stakes assessment aspect. And again, while testing is an issue of state policy, teachers felt that the local decisions made in the name of the tests took robbed creativity from the classroom and assigned unfair accountability to teachers.
One or more of these organizational influences inevitably leads to teacher stress and burnout. The number of relatively new teachers who spoke of their stress and fatigue levels was of particular note. They did not believe that this early in their careers they should be "worn out" (burned out).
Well, I am getting a little bit tired. It's only been five years, but it's hard.
They [teachers that leave] just do not want that kind of a job that is twentyfour/seven.
The stress level is just way too high.
I feel like, at seven years, I should not be worn out. I shouldn't be worn out. Kirby and Grissmer (1993) called the human capital theory, whereby individuals make systematic assessments of the costs and benefits of staying in or leaving the profession. They will revisit their early commitment to the profesnents of "administrative support", and to create a hierarchy of organizational influences based on descriptive, qualitative data from teachers who stay in their school divisions or voluntarily leave their school divisions or the teaching profession. Figure 2 summarizes the findings of this study by offering a hypothetical model of the multiple influences associated with teacher retention and attrition. This study found that organizational influences were the major factors in teachers' decision to stay, move, or leave. Most teachers enter the profession with an early commitment to teaching and to students, but find that factors in the structure and organization of schools work against their sense of professionalism. Within the organizations, however, this study found that there is a hierarchy of risks associated with a teachers' leaving. The model is termed "hypothetical" because the researchers acknowledge that much of the data is based on perceptions of stayers. Future research in this area should attempt to focus more on obtaining qualitative data directly from those who leave their school divisions or the profession.
Such a state causes teachers to engage in what
The results of this study are consistent with others that low salary is linked to higher rates of teacher attrition (Darling-Hammond, 1999; NCES, 1997a; Murnane, Singer & Willett, 1989) . What is interesting in this study is that the focus group teachers said salary was the top reason that teachers left, but for the exiting teachers, only two left because salary was the top issue. For the exiting teachers, administrative support played just as much of an influence as salary in their decisions to leave. In an NCES study (1997) , teachers also identified salary as the second most common reason for leaving. An explanation for the findings of salary as a top reason in teacher focus groups is that, at the time of the study, Virginia fell below the national average for teacher salaries, over $2,500 short of the national average of $42,717. Teachers in this study tended to compare their salaries with non-teaching salaries. This is consistent with a detailed study of pay and turnover in the USA (Gritz & Theobold, 1996) that reported that teachers' decision to remain in teaching was sion, the realities of the nature of teaching, and the salaries and benefits. Should the risks in the organization be minimal, teachers' levels of stress and burnout will be minimal. Teachers will experience career satisfaction. Should the risks be greater, they will leave the teaching profession or move to another school division. They will respond, as did many of the exiting teachers, that "it is not worth it for the pay." If economic times are good, they may pursue alternatives in the private sector, if they have some financial flexibility, they may remain at home with their families. If they perceive that another district does not have the same problems, they may move to that school division.
Increased salaries and other monetary allowances alone may not have a high and longterm impact on attrition without attending to those factors internal to the organization that drive teachers out of the classroom. Chapman (1994) classifies recommendations as high impact/hard to implement; high impact/easy to implement; low impact/hard to implement and low impact/easy to implement. Because teacher retention strategies are often expensive, states, districts, and school divisions are searching for those which are high-impact, non-monetary and easy to implement in times of fiscal constraint (Chapman et al., 1993) . Although they involve some cost, strategies directed towards working conditions are frequently less expensive than the costs of teacher dissatisfaction, loss, and retraining. Highly effective teacher retention strategies that are lower in cost include collegiality (greater collaboration between teachers) and involving teachers in decisions. Specific implementation of the strategy would include common planning periods, team teaching, and regularly-scheduled collaboration with other teachers and administrators. A menu of district and building level recommendations follows. 
Conclusion
Clearly some teachers who move from their school divisions or leave the teaching profession may be benefiting themselves, their schools, and their students. Because rates of attrition are so much higher in teaching than in other professions, however, it is likely that committed and quality teachers are also leaving. This work reveals many aspects of the teaching profession that must be revisited in order to improve teacher retention. This is important because teachers may leave their school divisions or the teaching profession for one reason or for several reasons. There are multiple influences on teacher attrition, and they vary with the individual, further adding to the complexity. One teacher, when asked why teachers are leaving, offers a reply encompassing many reasons. She states:
One has to do with pay and knowing that in ______________we are paid far less, thousand of dollars less than the surrounding counties for the same years of experience. Two, I think support was a big issue as well as the kindness which you get from the administration in the fieldthe building administration. In the end, from teachers who were brand new, they said they didn't realize that it would be like this, like this meaning all of the ways that you are pulled by several different people and all the expectations. Paperwork, after school, how to manage your time, how to organize it all when you feel like things are coming at you from all different directions, and there were even a 13. Provide flexible career pathways whereby teachers are not expected to work full time continuously to retirement with the same job description. Options available to teachers might include balancing work within the classroom with responsibilities in administration, curriculum projects, or teacher or paraprofessional supervision. Flexibility could also include job sharing and team-teaching. With such flexibility and varied responsibility should come different career profiles to be recognized and rewarded.
SCHOOL LEVEL Principals play a crucial part of administrative support by supporting and encouraging teachers. When principals communicate their expectations clearly, enforce student rules of conduct consistently, and support teachers in doing so, provide professional development or resources when necessary, and when teachers are evaluated fairly and recognized for their strengths and accomplishments, teachers are more inclined to have high morale and to be committed to their teaching positions.
1. Increase administrative and school support for teachers, particularly for new teachers, while expanding all teachers' decision-making roles. 2. End the practice of assigning the most inexperienced teachers to the most difficult teaching assignments. 3. Ensure that elements of a mentorship program are consistent with best practices in mentorship. In particular, give careful attention to the selecting and matching of mentors and beginning teachers. Mentors should work in the same teaching assignment as their mentees, be in the same building, and have no more than a ten-year age gap with the mentee. The mentors should also have training, be familiar with the knowledge of beginning teacher problems, be committed to the role of mentor, and have good interpersonal skills (Huling-Austin, 1990; Rowley, 1999) . 4. Include in new teacher induction programs a heavy emphasis on classroom management skills and student discipline.
few that said that their student teaching experience didn't mirror with the real world like, so they had issues with how to adjust.
What is consistent across all facets of this study is the finding that insufficient salary, lack of administrative support, and lack of planning time are the top reasons that teachers leave the profession. These factors not only lead to teachers' sense of professionalism and improved levels of job satisfaction, but ultimately increase the likelihood of teachers' remaining in their school divisions. To retain quality teachers, a menu of recommendations exist. From an organizational perspective, teacher attrition in schools is of concern not only because it can be an indication of underlying problems in how well schools work, but also it can be disruptive, in and of itself, for the quality of school community and performance.
